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Many middle school students struggle to reach proficiency in reading. The implications of their struggle for success 
in high school and beyond are far-reaching. Literacy interventions at the middle school level are vital to addressing 
skill deficiencies and related challenges facing adolescents in the United States. Using individualized literacy 
interventions featuring fluency, guided reading, word study, and academic vocabulary this study examined grade 
equivalencies of 41 eighth-grade students over a four-month period. Twenty of the 41 students were randomly 
selected and randomly assigned to one of two groups: (a) weekly one-to-one self-efficacy debriefing sessions 
(experimental, n=9) and (b) no debriefing sessions (control, n=10). (One student left the school district during the 
study.) The Self-Efficacy Formative Questionnaire was administered on a pre-test/post-test basis to the 19 randomly 
selected students. Results were analyzed using an independent sample t-test to determine the effectiveness of the 
conferencing interventions and indicated a clear, yet non-significant pattern of a sense of literacy-related self-
efficacy on the part of the 9 students who received the weekly self-efficacy debriefing sessions.  
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Literacy is the foundation for which content 
mastery can occur (Rose, 2011). Without a solid 
foundation of literacy skills, students are unable to 
understand and effectively apply new learning, 
which ultimately leads to achievement challenges 
rooted in a basic skills deficit, which may not be 
explicitly taught at the secondary level (Rose, 
2011; Wendt, 2013). The limited focus of literacy 
skill development within secondary content 
classrooms compounds the achievement 
discrepancies between proficient and non-
proficient readers (Wendt, 2013). As the number 
of students with specific literary needs increases 
across the nation, the number of trained adults and 
time within the school day to explicitly address 
those needs is lacking within most middle school 
and high schools (Balfanz, 2009). Increasing the 
amount of daily literacy instruction and providing 
teachers professional development in intensive 
interventions are key components of an 
educational system shift that needs to occur in 
order to support middle school students’ literacy 
and, by extension, content mastery (Balfanz, 2009; 
Rose, 2011).  
 The 2017 release of the Nation’s Report 
Card (National Center for Education Statistics, 
2017) reports that 65% of eighth-grade students in 
the nation scored below proficient on an overall 
reading comprehension assessment. Free and 
reduced lunch eligibility and reading proficiency 
levels were found to be correlated, with 88% of 
students who were eligible for free and reduced 
lunch scoring below proficient while 44% of 
ineligible students were below proficiency levels 
(National Center for Education Statistics, 2017).  
This data suggests a major need for literacy 
support and skill development at the middle level 
across the nation especially in student populations 
that have high rates of free and reduced lunch 
eligibility. 
 While content and skill mastery are often 
the major foci for intervention discussions, 
students’ need to mentally and emotionally be 
prepared to learn and apply knowledge to new 
situations confidently (Pajares, 2005). The beliefs 
students hold about their abilities to perform at 
high levels and attain success are considered parts 
of their personal self-efficacy (Bandura, 1994). 
Bandura (1994) suggests that students’ self-
efficacy can influence how they engage in learning 
opportunities due to their perceived potential for 
success or failure. Students with a high self-
efficacy often engaged in more challenging 
activities for longer, set more ambitious goals, and 
have more academic tenacity throughout the 
learning process (Dweck, Walton, & Cohen, 
2014).  
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 During key developmental transition 
times, such as adolescence, self-efficacy shifts can 
have long term impacts on students that may 
perceive new challenges as being out of their 
ability level and ultimately disengage in those 
opportunities for fear of failure (Bandura, 1994). A 
students’ self-efficacy can affect the types of 
career options they explore and how they prepare 
to meet those long-term goals (Bandura, 1994; 
Pajares, 2005). Researchers argue that middle 
school is a critical time to reduce the achievement 
struggles many adolescents face by supporting the 
development of literacy skills and a positive self-
efficacy mindset that is essential for success in 
high school courses and beyond (Dweck et al., 
2014; Southern Regional Education Board, 2012). 
Pajares (2005) found that successful completion of 
challenging academic tasks had a positive effect on 
students’ self-efficacy. Unfortunately, when 
students’ have repeated negative experiences with 
academic tasks, especially over a long period of 
time, they chose to disengage from challenging 
tasks and ultimately had lower academic growth 
and overall achievement (Snipes, Fanscali, & 
Stoker, 2012). As secondary curricula become 
increasingly more complex and designed to 
include more conceptual and crosscutting themes, 
educators working with middle school students 
have a difficult task in preparing struggling 
students to successfully navigate the high 
academic expectations of high school (Fang & 
Schleppegrell, 2010; Wendt, 2013).  
 Adolescent English Language Learners 
(ELLs) especially struggle with the decoding of 
complex texts due to reduced foundational 
language skills and often limited supports within 
the normal classroom setting (Sibold, 2011). 
Students that are unable to meet middle school 
achievement expectations are more likely to drop 
out of high school (Balfanz, 2009). The dropout 
rates in 2016-2017 for Iowa high school students 
classified as ELLs was 6.6% and students with low 
socioeconomic status had a dropout rate of 5.7% 
(Iowa Department of Education, 2018). These 
statistics outline the need for additional support for 
these sub-groups to gain educational opportunities 
and challenge educators to address potential 
dropout indicators, such as reduced literacy 
proficiency before students enter high school 
(Balfanz, 2009). 
  
Impact of Literacy Interventions on 
Achievement and Opportunities 
 The development of key literacy skills, 
especially during the adolescent years, can have a 
direct impact on student success within high 
school and their entry into the world after school 
(Rose, 2011; Wendt, 2013). Several investigators 
suggest there is a disconnect between adolescent 
literacy expectations, such as students being 
encouraged to “read to learn,” and the fact many 
struggle with the basic reading skills necessary to 
understand content and narrative texts (Marchand-
Martella, Martella, Modderman, Petersen, & Pan, 
2013; Kim, Linan-Thompson, & Misquitta, 2012). 
Nonetheless, struggling students can find success 
if they are explicitly taught the skills necessary to 
process and decode more complex texts 
(Marchand-Martella et al., 2013). Wendt (2013) 
argues that students lacking skills to analyze 
complex texts and communicate at high levels will 
feel the effects of their literacy skill deficit related 
not only to academic mastery but also to societal 
expectations into adulthood. 
 The Program for the International 
Assessment of Adult Competencies (PIAAC) is a 
large-scale study that analyzes employment status 
related to skill levels. The 2014 results of the 
PIAAC show 23% of unemployed adults ages 16-
65 did not obtain a high school diploma, with 79% 
of these participants scoring at a literacy level of 
two or below on a five-point scale (Rampey et al., 
2016). Of unemployed participants ages 16-24, 
52% scored at a level two or below related to 
literacy. These findings suggest there is a direct 
correlation between employment success and 
literacy skills. Without access to at least high 
school education with a solid foundation of 
literacy, students are working against the odds to 
find success in the current workforce. 
 Daggett and Pedinotti (2014) used the 
Lexile reading scale to analyze reading difficulty 
levels of texts found in entry-level positions and 
high school textbooks. Lexile levels of entry-level 
occupational readings showed higher difficulty 
than typical high school textbooks. With a 
difference of 200 lexiles between occupational 
readings and high school textbooks, students that 
are able to access even 12th-grade texts are not 
being exposed to the reading difficulty levels they 
may experience when entering the workforce 
(Daggett & Pedinotti, 2014). This finding 
highlights a major concern for students that are 
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unable to confidently access and comprehend high 
school level texts and their ability to be successful 
in the meeting the literary demands of entry-level 
positions. 
 Literacy skills, such as fluency, can also 
impact a student’s ability to pursue post-secondary 
educational opportunities. Rasinski et al. (2016) 
found that fluency skills had a direct correlation to 
students’ college readiness levels as determined by 
ACT reading and composite scores. Eighty college 
freshman were asked to read a 443-word passage, 
that was verified to be at an 11th-grade readability 
level based on the Dale-Chall readability formula, 
in order assess word recognition and fluency 
(Rasinski et al., 2016). Rasinski et al. (2016) found 
that students scored between 96% and 98% related 
to accuracy with an average of 123 words correct 
per minute for freshman that achieved at least an 
ACT score of 21. Word recognition and accuracy 
levels are one piece of a literacy picture that 
middle school educators need to be monitoring in 
order to support students in the pursuit of 
becoming ready for post-secondary education 
(Rasinski et al., 2016). 
  English Language Learners and students 
with low socioeconomic status (SES) often face 
challenges related to literacy and academic 
language that must be considered when designing 
and analyzing the impacts of interventions 
(Uccelli, Phillips-Galloway, Barr, Meneses, & 
Dobbs, 2015).  Uccelli et al. (2015) found that 
higher levels of academic language skill 
performance can be predicted if students are not 
ELL and are not classified as low SES.  
 Uccelli et al. (2015) studied the academic 
vocabulary skills in a diverse population of 218 
students in grades ranging from fourth- to sixth-
grade. English proficient students that were in 
middle socioeconomic standing scored 20% higher 
than peers that were classified low SES when 
tested with the Core Academic Language Skills 
Instrument (CALS-I). English Language Learners 
of middle SES, although scoring almost 20% 
below English proficient peers, also scored higher 
than other ELLs within low SES. These findings 
suggest a need for specific supports and skill 
development for students that are in one or both of 
these populations (Uccelli et al., 2015). There is 
limited research related to intervention impacts on 
ELLs within the middle school levels. Additional 
research needs to be conducted to better 
differentiate the effectiveness of interventions 
related to differing English proficiency levels 
within the ELL population and the effects 
interventions can have on students with low SES 
(Hwang, Lawrence, & Snow, 2015). 
Word Generation and Academic Vocabulary 
Interventions 
 Academic vocabulary is a category of 
words that occur rarely in conversational language 
but can be used in multiple ways across disciplines 
(Lesaux, Kieffer, Faller, & Kelley, 2010). 
Lawrence, White, and Snow (2010) identified a 
relationship between academic vocabulary levels 
and proficiency levels, measured by the 
Massachusetts Comprehensive Assessment System 
(MCAS), when studying the effects of the Word 
Generation (Word Gen) program utilized at the 
middle school level. Students that participated in 
20 weeks of the middle school Word Gen 
curriculum, focused on the explicit teaching of 
academic vocabulary, showed a significant 
increase in their academic word comprehension 
(Lawrence et al., 2010). After completing 20 
weeks of Word Gen, students averaged almost two 
years of growth difference when compared to 
students in control schools (Lawrence et al., 2010). 
Academic vocabulary skill levels showed a direct 
relationship with reading comprehension scores on 
the MCAS, suggesting a significant correlation 
between the two skill sets and a need for the 
development of both areas in struggling readers 
(Lawrence et al., 2010; Uccelli et al., 2015). 
 LaRusso et al. (2016) studied the reading 
comprehension domains of complex reasoning, 
perspective taking, and academic language in a 
population of 2,933 fourth- through seventh-grade 
students that had engaged in the Word Gen 
curriculum. LaRusso et al. (2016) used the CALS-
I, the Social Perspective Taking Acts Measure, a 
reflective judgment assessment, and Global 
Integrated Scenario-based assessment to gather 
data related to the reading comprehension factors 
studied. All had positive impacts on student 
achievement related to deep comprehension. Of 
the three-literacy domains studied, academic 
language levels were the strongest predictor of 
success (coefficient= 20.66, p <. 001) related to 
comprehension achievement (LaRusso et al., 
2016).   
 Hwang et al. (2015) found that students 
who engaged in the Word Gen curriculum during 
one school year saw a difference in gains directly 
related to their English proficiency levels. Word 
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Gen was implemented at seven schools for one 
school year, with six middle schools acting as 
control schools. Academic vocabulary pre- and 
post-testing was used to measure the impacts of the 
Word Gen program on student learning. English 
only students saw a .7 higher post-test score when 
compared to control students, while limited 
proficiency students only scored .3 points higher 
(Hwang et al., 2015). Students that were classified 
as proficient language minority displayed the most 
growth, one point higher than the control students, 
suggesting proficient bilingual students greatly 
benefit from academic vocabulary focused 
programming (Hwang et al., 2015). Their findings 
suggest that English language proficiency levels 
may affect the benefits and growth observed 
within the implementation of literacy interventions 
(Hwang et al., 2015).  
 Results surrounding ELL achievement 
gains related to interventions suggest that the 
Word Gen curriculum may lack necessary 
language scaffolding strategies reducing the 
number of ELLs that can fully participate and 
engage with the materials (Hwang et al., 2015). 
Hwang et al. (2015) offer the suggestion for 
additional scaffolding to be created to enhance the 
accessibility of the Word Gen curriculum 
materials. In this study, all Word Gen units were 
modified from their original five-lesson schedule 
to an eight-lesson cycle in order to incorporate 
daily vocabulary exercises and background 
building discussions. Key vocabulary strategies 
designed to support ELLs include the activation of 
prior knowledge, repeated exposure, visual 
associations, and graphic organizers will be 
utilized throughout the lessons (Sibold, 2011). 
 Interventions that offer students support 
with underdeveloped skills can be effective if 
programming aligns to student readiness levels 
(Fogarty et al., 2014). The individualized 
intervention approach of this study offered 
students multiple pathways for skill development 
based on their specific needs and initial 
proficiency levels. Through multiple interventions, 
offered at a variety of levels, the designed 
intervention structures were meant to offer 
students the opportunity to develop skills based on 
individual needs without comparison to peers at 
different levels. This flexible grouping strategy 
supports students’ confidence building and 
perceived ability for success within a small group 
setting (Bandura, 1994). 
Academic Vocabulary Connections 
 Mokhtari and Niederhauser (2013) studied 
a fifth-grade population to identify the correlation 
between students’ levels of vocabulary and their 
reading comprehension achievement as measured 
by the Gates-MacGinitie test. They found that an 
increase in vocabulary resulted in a .36 unit 
increase related to reading comprehension, 
suggesting that vocabulary development has a 
direct impact on a student’s overall literacy 
proficiency (Mokhtari & Niederhauser, 2013). 
LaRusso et al. (2016) identified a need for 
additional research in order to analyze the effect 
academic vocabulary has related to overall reading 
comprehension skill development. This highlights 
a weakness in the current research surrounding 
vocabulary at the middle school level, and the 
effects academic vocabulary development can 
have on overall reading proficiency levels. 
 Fang and Schleppegrell (2010) suggest 
that the cross-disciplinary application of academic 
vocabulary words makes their correct usage a 
complex skill that can only happen if students are 
able to identify the context in which words are 
used. Through discussions surrounding a variety of 
applications and uses of academic terms, students 
are able to construct multiple context schemas that 
aid in the decoding and analysis of complex texts 
(Fang & Schleppegrell, 2010). This multi-faceted 
approach to learning academic vocabulary will be 
incorporated into the study conducted by this 
researcher through the usage of the Word Gen 
curriculum that includes specific examples for 
term applications related to math, science, and 
societal situations. 
STARI Interventions 
 Students often do not make the 
connections between intervention skills and 
applications outside of the intervention (Balfanz, 
2009). Kim et al. (2016) suggest intervention 
structures that not only engage students in skill-
focused tasks but also encourage real-world 
applications of skills to support and create 
meaningful learning experiences for struggling 
readers. Through the development of skills and 
strategies within authentic learning opportunities, 
students can see a purpose for their learning. With 
explicit instruction and practice of key strategies 
students are more motivated to engage in 
challenging activities due to increased confidence 
in their personal ability for attaining success, 
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ultimately promoting a positive self-efficacy 
mindset that can be transferred between skill-
application situations (Schunk & Pajares, 2001; 
Schunk 1985). The Strategic Adolescent Reading 
Intervention (STARI) curriculum offers 
opportunities for students to develop key literacy 
skills such as decoding and fluency within the 
context of themes and authentic discussions to 
encourage critical thinking in order to increase 
overall literacy proficiency levels (Hwang et al., 
2015; Kim et al., 2016).   
 Through increased engagement, students 
have shown gains in reading proficiency levels 
(Wigfield et al., 2008). Wigfield et al. (2008) used 
the Gates-MacGinitie Standardized Reading Test 
and Comprehension Test to assess the literacy 
levels of 492 fourth-grade students. The Reading 
Engagement Index was used to collect 
observational data related to student’s engagement 
when reading in the classroom setting. Wigfield et 
al. (2008) found that reading engagement scores 
had a correlation of .57 related to reading 
comprehension and text strategy achievement. 
Wigfield et al. (2008) suggest engagement benefits 
are rooted in the ability of students to utilize 
reading comprehension strategies strategically in 
order to understand and decode complex texts. 
When students are motivated and engaged in 
reading tasks, their overall comprehension 
increases (Wigfield et al., 2008). 
 Student engagement related to 
intervention materials also can impact the 
effectiveness of literacy interventions. Kim et al. 
(2016) found students that actively engaged with 
the STARI curriculum related to daily activities 
(guided reading, fluency routines, partner talks) as 
well as completing the student workbook with 
fidelity saw the most gains when compared to 
students that had limited engagement with the 
interactive writing portions of the interventions. 
Students that completed less than half of the 
workbook scored .75 deviations below the mean 
reading comprehension post-test score, and 1.75 
deviations below the mean engagement score (Kim 
et al., 2016). These findings suggest that the 
completion of written activities can greatly impact 
the effectiveness of interventions and students’ 
abilities to actively engage in intervention lessons 
(Kim et al., 2016). In order to ensure students are 
engaged in meaningful interventions that focus on 
specific student needs, an ideal environment for 
each student needs to be analyzed based on student 
data. 
 Fluency and guided reading.  Wendt 
(2013) offers fluency as the skill of being able to 
comprehend and derive context when reading. 
Repeated readings and peer practice are common 
elementary strategies that promote fluency, but 
these routines may not be best practice to support 
adolescent learners (Wendt, 2013). Fluency 
routines and guided reading strategies will be daily 
components of the STARI intervention lessons. 
Wendt (2013) contends that additional context and 
comprehension-based discussions may need to be 
incorporated to ensure adolescent readers are able 
to apply the complex patterns of language to new 
situations. With an increase in text difficulty, 
students often struggle with fluency due to their 
reduced ability to comprehend complex texts 
(Rasinski et al., 2016). 
 Marchand-Martella, Martella, and 
Lambert (2015) offer guided reading as a strategy 
to support struggling adolescent readers related to 
comprehension strategies. Through clear 
expectations, routines, and think-a-loud 
components, explicit guided reading instruction 
provides students the opportunity to develop 
fluency, vocabulary, and text-decoding skills 
(Marchand-Martella et al., 2015).  Specific 
modeling of skills and strategies was found to have 
a positive impact on students’ self-efficacy when 
presented explicitly (McCrudden, Perkins, & 
Putney, 2005). McCrudden et al. (2005) studied 
the effects of the instruction of four reading 
strategies related to the self-efficacy in a 
population of non-proficient 4th graders. During 
the two-week intervention, self- efficacy 
significantly increased t(22)= 3.59, p < .05 along 
with interest in using the provided strategies t(22)= 
2.21, p < .05. This research suggests that 
engagement in specific strategy lessons with 
purposeful background building and practice, 
students can increase their confidence in utilizing 
reading strategies (McCrudden et al., 2005). 
 Cirino et al. (2013) suggest that fluency 
screenings along with additional comprehension 
testing may offer the necessary data to target skill 
deficiencies within middle school populations and 
should be considered when designing potential 
intervention structures. Through the STARI 
curriculum, students graph and track their fluency 
progress throughout the lessons, with the 
opportunity to increase material difficulty at any 
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time. Fluency materials and goals are based on 
initial fluency testing to ensure students are able to 
achieve reasonable progress in order to build 
confidence with key strategies and promote skill 
development ownership (Schunk, 1990). The 
comprehension questions embedded into the 
STARI fluency materials will be utilized by 
teachers in the proposed study to determine correct 
fluency levels for individual students throughout 
the intervention process. Individualized reflection 
questions and feedback related to progress with 
offer students insight into their skill development 
process as well foster a culture of learning versus 
completion (Schunk, 1985). 
PowerUp Intensive Interventions 
  Through thoughtful and purposeful 
placement into reading interventions that account 
for student readiness levels, students will be more 
engaged and motivated to participate if success 
seems attainable (Kim et al., 2016). Cirino et al. 
(2013) studied skill correlations within a struggling 
reader population of students scoring in the 25th 
percentile or below. The literacy areas of fluency, 
decoding, word level reading, and comprehension 
skills were tested using the Texas Assessment of 
Knowledge Skills test. They found that a majority 
of students struggled within more than one skill 
area with 19.6% of students displaying difficulties 
in at least two areas, and 48.5% showing 
difficulties in three or more (Cirino et al., 2013). 
The results suggest an overlap in skill relationships 
that can directly affect student proficiency levels. 
Their findings showed that the area of greatest 
difficulty for struggling readers was reading 
comprehension (89% of students), but suggest that 
interventions for middle school students should 
address multiple literacy components and not 
solely focus on comprehension (Cirino et al., 
2013). 
 PowerUp by Lexia Learning is a new 
computer-based program that offers individualized 
literacy instruction through the domains of word 
study, grammar, and reading comprehension 
(Lexia Learning, 2018). Students engage in this 
program on an individual basis, with options of 
specific skills lessons taught by a teacher. Students 
will progress through the adaptive PowerUp 
program at their own pace, with the path to 
mastery determined by student responses and 
initial placement testing (Lexia Learning, 2018). 
With the release of the program occurring in July 
2018, there is limited peer-reviewed research 
surrounding the effectiveness of PowerUp 
program.  
Goal Setting and Feedback 
 Self-efficacy researchers suggest a 
mindset shift from overall self- enhancement to 
specific skill-based goals can have a positive 
impact on students’ self-efficacy as they engage in 
academic interventions (Pajares, 2005; Schunk, 
1990). When goals are created with a students’ 
current readiness in mind, students are able to 
directly see how their effort affects their progress 
towards those attainable goals, providing positive 
interactions with the learning process and 
increasing a students’ self-efficacy (Schunk, 
1990). Shunk (1990) suggests that as students 
engage in the data tracking process towards 
specific goals, they are more likely to stay with 
challenging tasks longer and show more overall 
achievement. Teacher-student interactions that 
highlight performance outcomes and progress 
support students’ buy-in to the learning process 
and development of positive self-efficacy beliefs 
(Dweck et al., 2014). 
Gaps in Current Research  
 According to NCES (2017), 65% of 
eighth-grade students scored below proficiency 
related to reading in 2017, showing a need to 
support a wide range of literacy ability levels at the 
middle school level. Interventions that incorporate 
multiple components of literacy such as fluency 
and vocabulary need to be studied at the middle 
school level to identify strategies that best support 
struggling adolescent learners (Cirino et al., 2013).  
Current research offers insights into the role 
literacy skill development has in supporting 
adolescents as the complexity and difficulty of 
literary tasks increase throughout secondary levels 
(LaRusso et al., 2016; Rose, 2011; Wendt, 2013).  
Adults ages 16-24 made up 33% of the 
unemployed population studied, and only 8% were 
able to test at literacy levels of four or five in the 
2014 PIAAC study (Rampey et al., 2016). These 
results suggest that literacy is directly related to 
success in the workforce, and the supports young 
adults need to achieve at high levels. 
 Educators are looking for literacy 
interventions that can support multi-skill 
development in order to increase the low 
proficiency achievement within middle school 
populations along with effective implementation 
strategies for such interventions (Fogarty et al., 
6
Journal of Applied and Educational Research, Vol. 2, Iss. 1 [2019], Art. 5
https://scholars.fhsu.edu/jaer/vol2/iss1/5
J. of Applied and Educational Research, Volume 2 40 
2014). Academic vocabulary, fluency, and 
decoding skill-focused interventions have positive 
impacts on students’ literacy proficiency levels, 
especially for students in at-risk populations such 
as ELLs and students with low SES (Cirino et al., 
2013; Hwang et al., 2015; Kim et al., 2016; 
Lawrence et al., 2010).   
Interventions that incorporate multiple 
literacy components have a limited research base 
for students at the middle school level (Fogarty et 
al., 2014). This study will address the limited 
research by analyzing the effects of support 
systems related to fluency, guided reading, 
academic vocabulary, and specific word study 
skills in a diverse eight-grade population. Often the 
subject of separate studies in current research, this 
study will analyze the collective effects of multiple 
interventions to include STARI, Word Gen, and 
PowerUp. While many studies of STARI and 
Word Gen curriculums show positive impacts on 
general students’ literacy levels, there is limited 
research surrounding the effects of the 
interventions related to ELLs and students with 
Individualized Education Programs (Hwang et al., 
2015; Kim et al., 2016).  Moreover, very little is 
known about the effects of literacy interventions 
on students’ perceptions of their self-efficacy as 
readers.  
 Current academic vocabulary research 
surrounding the Word Gen curriculum only 
includes the implementation effects related to one 
of the three curricula: fourth-grade, fifth-grade, 
and middle school levels (Hwang et al., 2015; 
LaRusso et al., 2016; Lawrence et al., 2010; 
Mokhtari & Niederhauser, 2013). The structure of 
the proposed intervention system will engage 
students in one or more of the available curricula 
levels, determined by a multi-leveled vocabulary 
pre-test. This study will address the limited 
research surrounding the effectiveness of Word 
Gen by utilizing multiple leveled materials within 
the same population. 
 Fluency and guided reading strategies 
have been shown to support struggling readers in 
the elementary setting, with a need for middle 
school focused research to determine best practices 
for adolescent readers (Marchand-Martella et al., 
2015). This study will address the limited research 
related to adolescent guided reading strategies and 
fluency routines through the implementation 
analysis of STARI interventions. Group sizes 
related to interventions also have been primarily 
elementary focused with a limited body of research 
surrounding the effectiveness of small group 
literacy instruction (three-five students) within a 
middle school setting (Kim et al., 2012). This 
study will provide insight into the effectiveness of 
small group instruction (five students or less) 
through the implementations of PowerUp lesson 
sessions to be conducted by English or ESL 
licensed teachers with non-proficient students. 
 Self-efficacy has been shown to be an 
important factor in the academic achievement of 
students (Bandura, 1994).  Research highlights the 
importance of effort and progress feedback, but 
with limited data surrounding the effectiveness of 
one-on-one conferencing interventions (Schunk, 
1985). There is also limited research surrounding 
self-efficacy interventions that are correlated with 
multiple-strategy instruction (McCrudden et al., 
2005). This study will address the limited research 
by analyzing the effect one-on-one conferencing 
related to individualized interventions can have on 
students’ self-efficacy and overall reading 
achievement. 
Purpose of Study 
 The purpose of this study was to test the 
effects of the delivery of individualized literacy 
interventions on the perceived self-efficacy of 
eighth-grade students in a rural school district. The 
district had not implemented any prior literacy 
interventions. Eighth-grade students were provided 
multiple literacy interventions in the areas of 
fluency, guided reading strategies, word study, and 
academic vocabulary in addition to normal literacy 
instruction over a four-month span. Students were 
tested using the STAR reading test by Renaissance 
Learning (2018a, 2018b) three times during the 
study (August, October, and December). In 
addition to the literacy interventions, ten students 
engaged in weekly one-on-one conversations 
related to their progress towards personal literacy 
goals for eight-weeks in order to test the effects of 
goal conferencing related to the students’ 




 This study was conducted in a small, rural 
Midwestern school district. Individualized literacy 
interventions were developed and delivered to a 
population of 41 eighth-grade students, 80% of 
whom qualified for free and reduced lunch in the 
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2017-2018 school year (Iowa Department of 
Education, 2018).  
 A sample of 20 eighth-grade students was 
chosen from the 41-student eighth-grade class 
using a random number system. All students were 
assigned numbers 1-41 using alphabetical 
ordering. A random number generator was used to 
select the 20 participants. The participant group 
was then renumbered and a random number 
generator was used to select 10 students to act as 
the experimental group, with the remaining ten 
being assigned to the control group for the self-
efficacy conferencing interventions. The 
experimental group sample consisted of four males 
and six females. The control group sample 
consisted of eight males and two females. 
Additional sub-group identifications 
included six students (30%) currently enrolled in 
the English as a Second Language (ESL) program 
and three students (15%) with Individualized 
Education Programs (IEPs) focused on reading 
goals. Two of the students who were identified 
ESL students also had IEPs. The participant 
sample of this study is a proportional 
representation of the district’s ESL population, 
with 35% of students in the district enrolled in the 
ESL program during the 2017-2018 school year 
(IA DOE, 2018). English Language Learners 
(ELLs) who did not attend regular eighth-grade 
literacy classes were excluded from the study due 
to differences in class scheduling resulting in the 
inability to attend intervention sessions.  
Individualization of Literacy Interventions 
 Students were placed into intervention 
levels based on their reading achievement levels 
on the Iowa Assessment reading test, taken in the 
Spring of 2018, and the STAR reading test 
administered in August 2018. Specific intervention 
and proficiency categories are specified in 
Appendix A. Within the 20-student sample 
population, twelve students participated at 
intervention Level One, three students at Level 
Two, two students at Level Three, and three 
students engaged in Level Four interventions. 
 All students received STARI fluency and 
guided reading lessons with additional vocabulary 
and word study interventions assigned based on 
pre-testing data. This grouping procedure allowed 
for flexible intervention paths that were 
determined by student needs. The pathways and 
groupings were determined based on Iowa 
Assessment proficiency levels, STAR reading 
initial testing, PowerUp program placement 
testing, and vocabulary pre-testing. Refer to Table 
A2 in Appendix A for possible interventions at 
each level. 
Selection of specific intervention 
combinations was based on their current 
instructional reading levels to promote 
accessibility of concepts and the development of 
skills in which students can be successful (Kim et 
al., 2016). Students participated in five, two-week 
intervention cycles during the Fall 2018 semester. 
All interventions were delivered to groups of less 
than 15 students. PowerUp skill interventions 
occurred in groups of five or less. The small group 
structure provided an environment conducive for 
student interactions (Sporer, Brunstein, & 
Kieschke, 2009). 
 The intervention curriculum utilized for 
fluency and guided reading strategies was adapted 
from The Strategic Adolescent Reading 
Intervention (STARI) curriculum developed by the 
Strategic Education Research Partnership (SERP). 
STARI enabled students to engage in routine 
fluency partner practice as well as teacher modeled 
literacy strategies (e.g. summarizing, clarifying, 
and predicting) through guided reading and read 
aloud activities that promote small group 
interactions (Kim et al., 2016). Students engaged 
in 45-minute small group lessons once every three 
days during the four-month study. 
 The Word Generation (Word Gen) 
curriculum was modified and utilized for academic 
vocabulary development related to fourth-grade, 
fifth-grade, and middle school ability levels. The 
Word Gen curriculum, developed by SERP (2015), 
offered cross-disciplinary, explicit vocabulary 
instruction. Students engaged in 20-minute lessons 
for eight days within each intervention cycle. The 
number of lessons and the specific intervention 
foci were determined based on initial student data. 
Academic vocabulary pre-testing was used to 
identify the areas of student needs related to the 
fourth-grade, fifth-grade, and middle school level 
units within the Word Gen curriculum. Multiple-
choice, as well as fill-in-the-blank question 
structures within the vocabulary assessments, 
provided information regarding students’ ability to 
define and apply academic words in order to 
identify areas in need of additional instruction 
(Hwang et al., 2015). 
 Grammar and word study lessons were 
adapted from the PowerUp program offered 
through Lexia Learning (2018). Often a focus of 
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elementary interventions, basic grammar and word 
study lessons offered struggling students support 
that is not often taught at the middle school level 
(Cirino et al., 2013). All students engaged in the 
PowerUp computer program individually 
throughout the four-month study. 
Apparatus and Materials  
 Students used their school-assigned 13-
inch MacBook Air laptops for all testing and 
digital interventions. The LED-backlit display 
measures 13.3 inches diagonally. The laptops were 
12.8 inches wide, 8.9 inches deep, and weigh 2.9 
pounds. Students utilized the secure wireless 
Internet connections offered through the school 
district when testing. The MacBook Airs use a 
1.6GHz dual-core Intel Core i5 with a 12 square 
inch multi-touch trackpad (Apple Inc., 2017). 
Following are the descriptions of the materials 
used for the literacy interventions.  
 STARI. The Strategic Adolescent 
Reading Intervention (STARI) curriculum, 
developed by the Strategic Education Research 
Partnership (SERP, 2015a, 2015b), was modified 
and utilized for all participants. Students engaged 
in leveled fluency routines and guided reading 
activities using STARI once every three days for 
forty-five minutes. The fluency data collected 
included words per minute (WPM), accuracy, and 
comprehension. A trained reading specialist in a 
one-on-one setting conducted the initial fluency 
placement test.  Fluency leveled materials and 
lessons for each student were determined using the 
lexile and grade equivalency correlations provided 
by the STARI curriculum. 
 The STARI lessons utilized guided 
reading strategies through the use of personal 
student workbooks aligned to specific literature. 
Students in intervention levels one and two used 
classroom sets of the short story collections, Local 
News, by Gary Soto and Middle School 
Confidential 1: Be Confident in Who You Are, by 
Annie Fox along with assigned fluency leveled 
materials. Students in intervention levels three and 
four used a classroom set of the book, The Skin I’m 
In, by Sharon Flake along with their specific 
fluency leveled materials during each lesson 
session. All lessons were taught using the STARI 
Level 1 curriculum, Unit 1: Stand up for Yourself 
(SERP, 2015a, 2015b). 
 PowerUp. PowerUp (Lexia Learning, 
2018) is a literacy program that offers individual 
skill development through an online intervention 
program along with skill lessons that can be 
administered by a teacher. PowerUp offers 60 
different instructional pathways for students to 
work through based on an initial placement test. 
The three strands of lessons within PowerUp 
consist of word study, grammar, and reading 
comprehension with standards-align lessons 
ranging from kindergarten to twelfth-grade (Lexia 
Learning, 2018). 
 All students used the PowerUp computer 
program, with specific skill lessons explicitly 
taught in a small group setting. PowerUp lessons 
were adapted to include specific vocabulary 
building activities to support ELLs including 
graphic organizers, explicit vocabulary instruction, 
multiple practice opportunities, and manipulatives 
(Sibold, 2011). 
 Word Generation. Word Generation 
(Word Gen) (SERP, 2015a, 2015b), was modified 
and used for the academic vocabulary-focused 
intervention cycles. Originally designed for five 
days, Word Gen lessons were modified and 
extended to include additional vocabulary building 
strategies to support ELL students. The Word Gen 
covered eight days of lessons, twenty minutes 
each.  
Dependent Measures: Literacy Interventions  
Vocabulary. Vocabulary pre-testing 
consisted of fourth-grade, fifth-grade, and middle 
school academic words from the first six Word 
Gen interventions. Google Forms was used for the 
testing, and the 60-question test was automatically 
scored through the use of a Google Sheets add-on, 
Flubaroo. Multiple-choice and fill-in-the-blank 
questions were assessed for each word, resulting in 
six different unit sections consisting of ten 
questions each. Five fill-in-the-blank questions 
offered students three options to choose from via a 
drop-down menu that could be selected using the 
trackpad. 
 After each Word Gen intervention cycle, 
students completed a unit-specific post-test of the 
focus words. Post-testing consisted of definition 
matching, fill-in-the-blank questions, and 
academic usage short answer questions. The tests 
were completed on paper during the last 
intervention session of the cycle.  
 Students in the ESL program and/or with 
IEPs were given the option of having the pre-test 
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and post-tests read aloud to them by a teacher, 
which is a comparable accommodation to what 
they receive for the state vocabulary test based on 
IEP and ELL Individual Language Plan (ILP) 
guidelines. 
 STAR test structure. The STAR reading 
test is a 34-item computer-adaptive test that 
measures reading comprehension by adjusting the 
skill level of questions to identify students’ current 
proficiency levels. STAR aligns to and tests five 
domains within the scope of reading 
comprehension; word knowledge and skills, 
comprehension strategies, analyzing literacy text, 
analyzing arguments, and understanding author’s 
craft (Renaissance Learning Inc., 2018b 
 All STAR test questions were multiple-
choice questions for which students used the 
trackpad or keyboard to select answers. The first 
ten questions of the test are focused on vocabulary-
in-context; offering multiple options for sentence 
completion related to one fill-in the blank sentence 
(e.g. The sky is _____. A. down; B. dog; C. blue) 
(Renaissance Learning Inc., 2018a).  The time 
limit for students to answer a vocabulary-based 
question is 45 seconds before the test generates a 
new question. The time limit on all other question 
types is 60 seconds. Students identified as ELLs 
and/or with IEPs will have extended time on 
questions, three times longer than normal timing, 
offering 135 seconds for vocabulary and 270 
seconds for all other questions. Extended time is 
the only accommodation students received during 
STAR testing, which is comparable to what 
students receive when taking the state reading 
assessment based on IEP and ELL ILP 
requirements. Grade equivalent (GE) scores 
generated by the STAR test were analyzed for 
growth after each testing period (August, October, 
and December).  
 STAR reliability and validity. The 
STAR reading test provides reliable data related to 
a student’s reading comprehension proficiency 
levels and valid growth data for comparisons 
related to progress monitoring. Test reliability was 
analyzed utilizing the scaled score data from 
16,573 eighth-graders in 2016, and the STAR 
reading test had a reliability coefficient of .95 
(Renaissance Learning Inc., 2018). The standard 
error of measurement average related to the scaled 
scores was 17 units for eighth-grade students 
(Renaissance Learning Inc., 2018).  This data 
suggests that STAR offers a reliable test with 
scores giving an accurate picture of students’ 
reading comprehension levels. 
 STAR has an item bank consisting of 
2,122 vocabulary-based questions and 3,849 
reading skill questions. All questions are designed 
with grade level accessibility considerations 
affecting the difficulty of the text provided, length 
of passages, and vocabulary used (Renaissance 
Learning Inc., 2018). These design measures offer 
content validity for all questions students will be 
asked to answer, despite the grade and skill level 
the test produces based the adaptive nature of the 
assessment (Renaissance Learning Inc., 2018).  
 Analysis of concurrent validity occurred 
utilizing data collected from 1999-2013 and 
included the scores of 300,000 students. The 
validity correlations related to STAR and other 
standardized tests, including the Iowa Tests of 
Basic Skills, identified an average validity 
coefficient of .72 (Renaissance Learning Inc., 
2018).  This data suggests that the grade 
equivalency and predictors for state standardized 
testing achievement offered by the STAR test are 
valid data points for reading comprehension levels. 
Dependent Measure: Self-Efficacy 
 The Self-Efficacy Formative 
Questionnaire was utilized as the pre- and post-test 
assessment for the self-efficacy conferencing 
interventions (Gaumer Erickson & Noonan, 2018) 
(See Appendix A). The questionnaire is a digital 
reflection assessment, consisting of 13 prompts, 
where students are expected to rank themselves 
from 1 (not like me) to 5 (very like me) on a Likert-
type scale. Prompting statements assessed students 
related to two components of self-efficacy beliefs; 
the belief that ability can grow with effort and the 
belief in personal abilities to meet specific goals. 
Students individually completed the questionnaire 
using a unique session and individual student ID 
code. Due to the questionnaire prompts being 
written at an eighth-grade level, read aloud options 
were offered to any student that was identified 
ESL or with an IEP (Gaumer Erickson et al., 
2018). 
 Questionnaire reliability. In a study of 
4,989 middle and high school students, Erickson et 
al. (2018) found that the Self-Efficacy Formative 
Questionnaire was highly reliable related to all 13 
items (α = .894). The five items centered on the 
belief that ability grows with effort had a reliability 
coefficient of α = .805. The eight items focused on 
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the personal ability belief had a reliability 
coefficient of α = .841 (Gaumer Erickson et al., 
2018). This data suggests that the questionnaire 
can be used as a reliable self-efficacy assessment.  
Procedures   
 Individual student schedules were created 
for the twenty-minute intervention sessions that 
were offered two times a day during the eight-day 
lesson cycles. Morning and afternoon sessions 
differed in their foci based on initial student testing 
data. Students participated in five different 
intervention cycles over the course of the four-
month study.  
 All students received leveled fluency and 
guided reading instruction in small group settings 
utilizing the STARI curriculum. STARI 
interventions occurred once every three days for 
forty-five minutes over the entire four-month 
study. Three certified English teachers taught the 
STARI lessons with classes divided into 
intervention level one/two and level three/four 
groupings. Teachers working with intervention 
levels one and two used the short story lesson 
sequence within Unit 1 of the STARI Level 1 
curriculum. Teachers working with intervention 
levels three and four used the novel study lesson 
sequence within Unit 1 of the STARI Level 1 
curriculum.  
 Based on initial vocabulary pre-testing 
data, students were scheduled to participate in 
Word Gen lesson cycles for units in which they 
score less than 70% correct. Word Gen lesson 
cycles were assigned based on students’ academic 
vocabulary levels. Word Gen intervention lessons 
were taught by three middle school content-
licensed teachers. At the end of each eight-day 
lesson cycle, Word Gen intervention teachers 
administered post-tests to identify possible 
concerns with the intervention lesson setup and 
potential shifts in student schedules for future 
cycles. All post-testing occurred during the last 
session of the intervention cycle and was proctored 
by the intervention teacher to ensure consistency 
across intervention groups 
 PowerUp interventions. All students 
individually worked through the PowerUp 
computer program. Students in intervention levels 
one and two had their skill deficit areas identified 
through the PowerUp placement test and cross-
referenced with the STAR reading test in order to 
create intervention cycle classes. PowerUp skill 
lesson sessions were capped at five students for 
each teacher. The five PowerUp intervention 
teachers were ESL or English certified, and 
assisted in the development and planning of the 
PowerUp-based skill lessons.  
 Teacher preparation and training. 
Teachers involved in the interventions included: 
five literacy trained (English or ESL) teachers that 
conducted the PowerUp and STARI intervention 
lessons and three middle school content teachers 
(mathematics, social studies, and science) that 
conducted the Word Gen intervention lessons. 
Professional development occurred with all 
intervention teachers before school started with 
reoccurring training once every three weeks and 
with implementation/observation discussions 
happening weekly. Training occurred related to 
Word Gen, PowerUp and STARI strategies and 
lesson designs with the respective teachers.  
 Intervention fidelity. Observations of 
intervention lessons for each teacher occurred at 
least one time during each intervention cycle to 
ensure intervention fidelity. Observations focused 
on the adherence to lesson plans, student 
engagement, and teacher comfort level with 
literacy strategies (See Appendix B). Data was 
collected and discussed with the intervention 
teachers after each cycle and used to determine 
additional professional development needs, using 
the observation form found in Appendix B. Group 
trends and needs that were evident for more than 
one teacher were presented and discussed at 
weekly data meetings with all the intervention 
teachers.  
 Self-efficacy debriefing sessions. 
Students in the experimental group (n=10) 
received one-on-one conferencing once a week for 
eight-weeks from October to December. Ranging 
from five to ten minutes long, session discussions 
focused on the literacy intervention progress and 
individual goals students were working towards. 
Promoting the self-efficacy beliefs of effort and 
personal ability, discussions were guided to 
include positive mindset statements and promote 
student awareness of control related to their 
literacy achievement (Parjares, 2005). Specific 
data discussed included PowerUp unit progress, 
AR reading quizzes, fluency practice, and 
intervention achievement related to testing and 
materials. Graphs and color-coded tables were 
utilized to make data visual and easy to interpret as 
student discussed their perspectives of the literacy 
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components they were practicing throughout the 
interventions (Schunk, 1985). Students took part in 
goal setting at the beginning of the intervention 
with a chance to modify their goals at the four-
week mark to make the goals reasonable and 
attainable. Conferences were held in quiet office 
rooms with limited distractions.  
Data Collection  
STAR reading mid-tests and post-tests 
were administered in October and December, 
respectively, to monitor the effectiveness of the 
conferencing and literacy interventions. Growth 
equivalency scores were derived to determine the 
extent, if any, of student growth. PowerUp usage 
and skill needs were tracked using the PowerUp 
teacher portal, and individualized intervention 
sequences were modified after the first two months 
of the study based on these data. Additional Word 
Gen vocabulary pre-testing occurred after the 
second intervention cycle to determine the 
placement needs of each student for the last three 
cycles of the study. 
Data Analysis 
 The purpose of this research was to 
support adolescent students in their development 
of key literacy skills and positive self-efficacy 
awareness in order to become proficient readers 
that are able to be successful at the secondary level 
and beyond. This study utilized descriptive 
analysis of STAR reading test grade equivalency 
levels to monitor student’s reading achievement 
growth related to the multiple literacy 
interventions (STARI, Word Gen, and PowerUp). 
Data from each STAR reading assessment period 
was collected to analyze pre- and post-
conferencing intervention effects (August-October, 
October -December, August-December). These 
statistics were aggregated through the ANOVA 
descriptive statistics option using the JASP 
application. 
 Self-efficacy data was analyzed through 
the use of an independent sample t-test in order to 
identify the effects the one-on-one conferencing 
intervention had on students’ perceptions of self-
efficacy. JASP was used to run the t-test to analyze 
the results of the pre-and post-test data from the 
Self-Efficacy Formative Questionnaire. Pre-test 
data was collected in October and post-test data 
was collected in December after the experimental 
group had participated in eight-weeks of 
conferencing interventions. 
Results 
 Results include STAR reading monitoring 
data that was collected three times throughout the 
four-month individualized literacy intervention 
implementation from August to December. Self-
efficacy data was collected is based on the 
implementation of an 8-week conferencing 
intervention that occurred from October to 
December. The STAR monitoring and the self-
efficacy measures were conducted with the same 
20-student sample of eighth-graders. 
STAR Reading Monitoring  
 Table 1 displays the resulting scores for 
the experimental and control groups for the entire 
four-month literacy intervention implementation. 
The experimental group had an overall average 
grade equivalency increase of .5 from the August 
pre-test (M = 6.58, SD = 2.53) to the December 
post-test (M = 7.13, SD = 2.72). The experimental 
group saw a .58 increase during the duration of the 
self-efficacy intervention implementation related 
to the October mid-test (M = 6.54, SD = 2.85) to 
the December post-test (M = 7.13, SD = 2.72). The 
control group had an overall average grade 
equivalency increase of .44 from the August pre-
test (M = 4.96, SD = 1.78) to the December post-
test (M = 5.40, SD = 2.42). The control group saw 
a .19 increase during the duration of the self-
efficacy intervention implementation related to the 
October mid-test (M = 5.21, SD = 2.76) to the 
December post-test (M = 5.40, SD = 2.42). 
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 An independent sample t-test analysis was 
performed between the pre-test and post-test scores 
of the two groups, as shown in Table 2, in order to 
identify if one-on-one conferencing had a 
significant impact on students’ perception of self-
efficacy over an eight-week period. The mean 
value for the experimental group’s pre-test score 
(M= 54.50, SD= 5.339, N=10) was 1 point higher 
than the control group’s pre-test score (M= 53.50, 
SD= 8.670, N=10) on the self-efficacy 
questionnaire. The control group had a lower 
minimum value (38.00) along with a larger 
standard deviation (SD= 8.670) suggesting the 





group was larger than the experimental group. The 
experimental group’s post-test score (M= 56.56, 
SD = 6.46) was 2 points higher than the control’s 
post-test score (M= 54.50, SD = 8.76).  
 The t-test results did not confirm the 
research hypothesis due to insignificant differences 
between the experimental and control group pre- 
and post-test intervention scores. The October pre-
test resulted in a t(20)= .311 with a p= 0.760. The 
December post-test results in a t(19)= .576 with a 
p= 0.572. Despite relative increases within the 
experimental group’s mean score (+2.06) when 
compared to the control group’s mean difference 
(+1), the differences are not significant due to p > 
.05. The high SD found within both groups within 
all test scores collected also suggest a high 
Table 1
Groups n M SD n M SD n M SD
Experimental 10 6.58 2.53 10 6.55 2.85 9 7.13 2.72
Control 10 4.96 1.78 10 5.21 2.76 10 5.40 2.42
 STAR Reading Test Grade Equivalencies for 8th Grade Student Groups
August Pre-Test December Post-TestOctober Mid-Test
Table 2
 n M SD n M SD t-test df p *
Pre-test 10 54.50 5.34 10 53.50 8.67 0.31 18.00 0.76
Post-Test 9 56.56 6.46 10 54.50 8.76 0.58 17.00 0.57
Independent 1-tailed t-test of Self-Efficacy Questionaire for 8th Grade Student Groups
Experimental Control  
* p < .05
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variation within student scores that cannot be 
correlated with the intervention experiment. 
Discussion 
The self-efficacy t-test results were not 
significant enough to support the hypothesis that a 
weekly conferencing intervention would have a 
positive effect on student’s efficacy. Although a 
positive effect was expected, which was shown by 
the increased means on the self- efficacy 
questionnaire, the results were not significant due 
to the high p values related to the t-test analysis.  
 The personal reflection component of the 
research surrounding self-efficacy allows for 
individual interpretation of the questionnaire 
prompts and initial results suggest that 
participating students may have struggled with the 
concept. For example, the maximum scores both 
groups for the pre-test were 65, suggesting that 
each group contains a student that has high self-
efficacy before the experiment. During 
conferencing interventions with individual 
students, however, I observed that higher pre-test 
scores might not have accurately described the 
student’s current perceived efficacy levels. These 
observations indicated the need for more 
discussion of self-efficacy concepts due to lack of 
understanding related to the survey organization 
and/or language after conferencing with students.  
These research observations related to the 
dependent variable put the insignificant results and 
potential limitations for the research into 
perspective. 
 Although the self-efficacy conferencing 
intervention results could not be considered 
significant, the increase in scores on STAR 
Reading tests along with the self-efficacy 
questionnaire aligns with the current research and 
theory. As students develop a pattern of academic 
successes, their perceived self-efficacy can 
increase as confidence and personal strategy usage 
is built (Schunk & Parjares, 2001). Individualized 
instruction, personal goal setting, and student 
materials at current readiness-levels, although all 
positive components of multiple studies, were not 
shown as having a significant impact on the self-
efficacy of the eighth-grade participants based on 
the results of this study (McCrudden et al., 2005; 
Parjares, 2005; Schunk, 1985). 
 Specific goal feedback and data-tracking 
strategies related to effort and progress have been 
shown in the past to increase students’ self-
efficacy levels (Schunk, 1990). Although both the 
control and experimental groups shown an increase 
related to their self-efficacy reflection data, this 
study could not support that the goal discussion 
and data-tracking intervention components had a 
positive impact on self-efficacy due to the 
insignificant increases based on the t-test 
performed. 
Limitations  
With only four months of individualized 
literacy interventions and two-months of self-
efficacy conferencing interventions implemented, 
a major limitation within this study was the limited 
time to identify significant effects on students with 
the multiple intervention components. Changes in 
school schedules, teacher assignments, types of 
literacy lessons, and class rosters every two weeks, 
the literacy intervention system offered flexibility 
in learning environments that most students and 
teachers are not used to engaging in. These shifts 
in educational settings, while potentially positive 
based on past research, were all occurring along 
with the self-efficacy focused interventions. 
Additional time would have allowed structural 
changes to potentially have less of an impact on 
the self-efficacy research and gave a more accurate 
picture of student reactions to the conferencing 
interventions. 
 The small sample size (n=20) taken from 
the eighth-grade class, while random, may not 
have offered the most comprehensive look at the 
students within the class. The small sample size 
also impacted the weekly discussion schedule and 
questionnaire completion due to frequent absences 
from multiple participants. These extended days 
out of school could also have played a role in the 
fidelity of the self-efficacy intervention due to 
inconstancies of instruction and routines from the 
student’s perspective. The sample size did 
decrease by one student (n=19) during the 
intervention. Having a very fluid, migrant 
population, students coming and going during the 
school year is a weekly occurrence that also can 
affect the implementation of interventions 
designed to shift classroom cultures and student 
mindsets. 
 The conferencing interventions offered 
opportunities to connect with students in a way 
that they are not used to and build positive self-
efficacy relationships. A limitation of the research 
structure was that the conferences were had with 
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the researcher rather than one of their classroom 
teachers. This could have resulted in a reduced 
transfer of mindset and efficacy strategies due to 
the outside nature of the discussions from their 
potential daily applications of the discussed 
strategies (Schunk & Parjares, 2001). 
Future Research and Implications 
  Additional research surrounding the 
effects of self-efficacy on student achievement 
should consider utilizing a longer duration of 
interventions. With an increase in duration and an 
increased sample size, future research would be 
able to reduce the effects of student absences and 
school structural changes. With a larger sample 
size in a diverse school district, researchers would 
also be able to gain more insight into the effects of 
interventions related to specific sub-groups.  
 This research offers a foundation for self-
efficacy mindset discussions and potential 
interventions that teachers should engage in, 
especially at the middle school level. The literacy 
achievement identified within proficiency 
groupings related to the STAR Reading monitoring 
data also presents the opportunity for reflective, 
data-driven discussions surrounding the types of 
literacy interventions students are offered. Through 
additional intervention structures that are 
incorporated for more students, the implications 
for students impacted by positive research-based 
strategies can have far-reaching effects. All 
stakeholders should consider the relationship 
between self-efficacy and student achievement as 
an opportunity to support struggling students with 
the goal of creating ideal environments for growth. 
Conclusion 
 The issue of limited literacy skills can 
have far-reaching impacts on student’s ability to be 
productive members of society (Rose, 2011). As 
the educational system works to support students’ 
development of key reading skills, effective 
interventions that are tailored to meet specific 
needs need to be key components in any 
discussion. As teachers look to support students in 
overcoming skill deficits, it is important to 
consider not only student’s academic readiness but 
their personal self-efficacy in order to build 
confidence and increase the likelihood of success 
related to individual challenges (Bandura, 1994). 
While positive effects were not shown to be 
statistically significant in this study, the potential 
long-term benefits of a multi-pronged approach to 
student skill support make such educational 
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